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This study examined the placement of students in certain exceptionalities of special 
education by race and/or gender during the years 1977-1993 in the State of Georgia. 
The study was based on the premise that American Blacks and males were 
overrepresented in certain exceptionalities of special education during the years studied. 
Initial data were obtained from the Georgia Department of Education which indicated 
that the variables of race and gender were factors in the placement of students into certain 
exceptionalities of special education. Additionally, more detailed data were obtained from the 
United States Department of Education, Office of Civil Rights for the period 1977-1993 for the 
State of Georgia. 
The researcher determined that the exceptionalities of Emotional/Behavioral 
Disorders, Specific Learning Disabilities and Intellectually Disabled had an 
overrepresentation of American Blacks and males in the years studied in the State of 
Georgia. 
The conclusions drawn from the findings suggested that race and gender were key 
elements that contributed to placement in special education during the years studied in the 
State of Georgia. 
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DEFINITION OF TERMS 
The following terras were used in this study. They were defined to clarify their use 
throughout the study: 
1. Concurrent Criterion-Related Validity - How accurately a person's current test score 
can be used to estimate a score on a criterion measure. 
2. Construct Validity - The extent to which the test is an adequate measure of the 
content it is designed to cover. 
3. Content Validity - The extent to which the test is an adequate measure of the 
content it is designed to cover. 
4. Discipline - Acceptance of or submission to authority and control (to maintain 
discipline in the classroom). 
5. Effective Schools - Those schools that characteristically have (a) strong 
administrative leadership, (b) emphasis on teaching the basic skills, (c) orderly and 
safe environment conductive to learning and teaching, (d) ongoing assessment of 
pupil progress, and (e) high expectations that no child will fall. 
6. below minimum levels of achievement which results in all children mastering basic 
skills (Hare, 1988). 
6. Ethnicity - Of or Relating to a group of people having distinctive characteristics in 
common such as language, culture, history, race or national origin, 
7. Gender - Quality or condition of being of the male or female sex. 
8. Internal Consistency - A measure of the extent to which items in a test correlate 
with one another. 
9. Interscorer Reliability - An estimate of the degree of agreement between two or 
more scores on the same test. 
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DEFINITION OF TERMS (Continued) 
10. K-ABC - Kaufma'n Assessment Battery for Children. 
11. Predictive Validity - Using current test scores to estimate accurately what criterion 
scores will be at a later time. 
12. RT -Reaction Time 
13. Reliability - A measurement's ability to yield similar results at different times by 
different observers. 
14. Referral - Regarding special education; usually a teacher's recommendation that a 
student receive special services. 
15. SB-4 - Stanford-Binet (4th Edition). 
16. SOMPA - System of Multicultural Pluralistic Assessment. 
17. Special Education (Sp.Ed.) - The branch of public education mandated by PL94-12 
to provide a free and appropriate education to all handicapped students 
(emotional/behavioral disorders, learning disabilities, mental handicaps, orthopedic 
and sensory impairments). 
18. Test-Retest - An index of stability over time. 
19. Validity - The extent to which a test measures what it claims to measure. 
20. WISC-R - Weschler Intelligence Scale for Children - Revised 
Throughout the study, ethnic racial groups are defined as follows: 
American Black: A citizen of the United States having origins in any of the Black racial 
groups in Africa (Chinn & Hughes, 1987). 
American Hispanic: A citizen of the United States having origins in Mexico, Cuba, 
Puerto Rico, or other Hispanic culture (Chinn & Hughes, 1987). 
DEFINITION OF TERMS (Continued) 





Statement of the Problem 
In 1975 the United States Congress passed the Compulsory Special Education 
Law, the Education for All Handicapped Act (Public Law 94-142). This law was 
designed to meet four major purposes: (1) guarantee that special education services be 
available to children who need them, (2) insure that decisions which identify and place 
handicapped children are made in a fair and appropriate manner, (3) set clear 
management and auditing requirements and procedures for special education at all levels 
of government, and (4) provide federal funds to help states educate handicapped students 
(U. S. Department of Education, 1992). 
A trend has manifested since implementation of PL 94-142, according to studies 
by Harry in 1992 and Kunjufu in 1985, in which a disproportionate number of minorities, 
specifically black males, were receiving special education services. 
An initial observation of such findings may lead to thinking it is beneficial to 
students who receive such services. However, the problem is that the vast majority of 
handicapped young adults of post-secondary age are either unemployed or 
underemployed as the Hasazi, Johnson, Hasazi, Gordon and Hull study of 1989 indicated. 
If the statistical facts are valid from the studies of Harry in 1992 and Kunjufu in 1985, as 
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well as the Hasazi et al. Study of 1989, then a conclusion may be drawn that black males 
in America are disproportionately unemployed and underemployed. 
If there are fewer black males academically, technically, and socially able to 
compete in the work force, then perhaps there will be a greater number of black males 
involved in crime, drugs and on social service rolls. 
For the purposes of this research, the exceptionalities of emotional/behavioral 
disorders, specific learning disabilities, and intellectual disabilities were studied due to 
the element of subjectivity in assessment. 
It was the general purpose of this study to determine if race and gender were 
factors, either separately or combined, in the placement of students in certain 
exceptionalities of special education in the State of Georgia during the years 1977-1993. 
There are seven areas in which a student may receive special education services. 
These areas are briefly described as follows: 
1. Intellectually Disabled (ID) refers to a student having a significant sub¬ 
average general intellectual functioning existing concurrently with deficits in 
adaptive-behavior that adversely affect educational performance and is 
manifested during the developmental period. There are four levels of ID in 
which a student may be placed. 
A. Mildly Intellectually Disabled (MID), intellectual functioning ranging 
from a high of approximately 70 to a lower limit of approximately 55 
and deficits in adaptive behavior that significantly limit an individual’s 
effectiveness in meeting the standards of maturation, learning, personal 
independence or social responsibility, and especially school performance 
that is expected of the individual’s age level and cultural group, as 
determined by clinical judgment. This second component is common to 
all levels of ID. 
B. Moderately Intellectually Disabled (MoID) refers to intellectual 
functioning ranging from a high of 55 to a low of 40. 
c. 
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Severely Intellectually Disabled (SID) refers to intellectual functioning 
ranging from a high of 40 to a low of 25. 
D. Profoundly Intellectually Disabled (PID) refers to intellectual 
functioning below 25. 
2. Emotional/Behavioral Disorder (E/BD) refers to a student who exhibits one 
or more of the following emotionally-based characteristics of significant 
duration, frequency, and intensity, that it interferes significantly with 
educational performance to the degree that provision of special education 
service is necessary: (1) an inability to build or maintain satisfactory 
relationships with peers and/or adults and, for preschool-age children, with 
other care providers; (2) an inability to learn that cannot be adequately 
explained by intellectual, sensory or health factors; (3) consistent or 
inappropriate types of behaviors or feelings under normal conditions; 
(4) displayed pervasive mood of unhappiness or depression; (5) displayed 
tendency to develop physical symptoms, pains or unreasonable fears 
associated with personal or school problems. 
3. Specific Learning Disabled (SLD) refers to a student identified as having a 
disorder in one of the basic psychological processes involved in 
understanding or in using language, spoken or written, that might manifest 
itself in an impaired ability to listen, think, read, write, spell or do 
mathematical calculations. This definition is intended to distinguish a 
specific learning disability from a general learning deficit or from 
underachievement. The learning disability from a general learning deficit or 
from underachievement. The learning disabled student has one or more 
serious academic deficiencies that are sharply discrepant with measured 
potential and ability. 
4. Visually Impaired (VI) students are those whose visual impairments interfere 
with functioning in a regular school program, or, for preschool-age children 
in learning tasks. There are three degrees of VI. 
A. Partly Sighted - a person whose visual acuity falls within the range of 
20/70 to 20/200 in the better eye after correction, or when the student 
cannot read eighteen point print at any distance. 
B. Legally blind - student whose visual acuity is 20/200 or less in the better 
eye after correction or who has a limitation in the field of vision that 
subtends an angle of twenty degrees. 
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C. Functionally blind - a blind student who is unable to use print as the 
reading medium. 
5. Hearing Impaired (HI) students exhibit a hearing loss that interferes with the 
acquisition or maintenance of auditory skills necessary for the development 
of speech, language and academic achievement. There are two levels of HI. 
A. Hard-of-hearing - the absence of enough measurable hearing in both ears 
without amplification to limit the normal development of speech, 
language, auditory skills and academic achievement. 
B. Deaf - the absence of enough measurable hearing in both ears without 
amplification to greatly impair the normal development of speech, 
language, auditory skills and academic achievement. 
6. Speech Language Disorder (SL) is a disorder in which a communication 
skills differs so in manner or content from that of peers that it calls attention 
to itself, disrupts communication or affects emotional, social, intellectual or 
educational growth. A speech-language disorder may range from mild to 
severe. There are four types of speech disorders. 
A. Articulation disorder is defined as abnormal production of speech 
sounds. 
B. Fluency disorder is defined as a problem in initiating and/or maintaining 
speech flow and is characterized by interferences such as repetitions, 
prolongations, hesitations, broken words and revisions. 
C. Language disorder is defined as the abnormal acquisition, 
comprehension or expression of language. 
D. Voice disorder is defined as the absence or abnormal production of voice 
characterized by inappropriate vocal quality, pitch, loudness, and/or 
prosody (including rate). 
7. Orthopedically Handicapped (OH) refers to students whose orthopedic 
impairments affect their educational performance to a degree that they cannot 
be educated in regular classes of the public schools on a full-time basis or in 
preschool programs without the provision of special education services 
(Georgia Board of Education, Division of Exceptional Children). 
CHAPTER 2 
REVIEW OF THE LITERATURE 
This chapter presents the review of related literature, statement of research 
questions, hypothesis, limitations, definitions of terminology, and overview of the study. 
Review of Related Literature 
Referrals to special education, depending upon which exceptionality the student is 
referred, can be considered highly subjective on behalf of the referring teacher(s). 
Exceptionalities such as VI or HI may be objectively measured through observation and 
teacher attentiveness. A teacher may notice that a student squints at the chalkboard, or the 
teacher must constantly repeat directions to a student who appears to be attentive. The 
teacher may then refer the student for a vision or hearing examination in which an 
objective, measurable test is administered to determine if special services are required for 
that student. Such tests are administered by an expert in that area. 
However, E/BD, SLD and MID are exceptionalities primarily based on the 
teacher's professional opinion or judgment of a student. The professional opinion of the 
teacher may be negatively influenced by several factors. Factors such as degree of 
parental involvement in the education of the student; student-teacher relationship in 
regard to racial, gender or sex differences; school climate; teacher tolerance for certain 
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behaviors and how effective a teacher's prevention or intervention strategies are of 
undesirable behaviors. 
Parental Involvement 
Kroth and Edge in 1997 and Comer in 1988 suggested that if a child is to do well 
in school, there are five critical pathways that must be developed before the child begins 
school. The five critical pathways are: (1) Social-Interactive (relationships), 
(2) Psychoemotional (feelings), (3) Moral (right vs. wrong), (4) Linguistic (speech and 
language), and (5) Cognitive (academic). They indicated that the role of the parents 
begins well before school and if the child does not properly develop in each of these 
pathways, the child is more likely to experience academic and/or behavioral difficulties in 
school. 
In a 1997 study, Lewis concluded that parental involvement was critical, 
especially fathers of secondary students, for maximum achievement of students. An 
earlier conclusion in 1983 by Herman and Yeh stated that active parental involvement in 
school decisions has a positive influence on school climate and student achievement. 
Both studies stressed the need for teachers to understand the "power of the parent" and 
seek methods of involving the parent in the student's education. 
Student-Teacher Relationship 
Possibly one of the most important factors in the quality of education that a 
student receives is the rapport that exists between the student and the teacher. A teacher, 
as the adult and in the honorable responsibility of teacher, ideally should not allow 
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personal feelings to limit the amount and quality of knowledge that a student may gain 
under the guidance of that teacher. However, teachers are, unfortunately at times, human. 
Humans all too often see color, race, gender, religion, and nationality rather than other 
humans needing and wanting the same opportunities as others. Teachers who fear 
students because of differences or feel that certain students may not be as deserving, are 
perhaps more likely to remove such students from their classrooms. 
Roberts, Hutton and Plata conducted a study in 1985 of teacher ratings of 
Hispanic, Black and Anglo student's classroom behavior. This study determined that 
Hispanic students were rated less favorably by their teachers. The instrument used to rate 
these students was the TCSB. While the study failed to provide racial data of the teachers 
who participated in the study, an educated guess based on a higher number of white 
teachers, according to research by Cizek in 1995 and Jones in 1994, would state that the 
majority of the teachers were white. 
Results of a study revealed that influence of student-teacher ethnic differences on 
special education referrals conducted by Tobias, Cole, Zibrin and Bodlakova in 1982, 
indicated that Hispanic teachers referred students to special education less than Black or 
White teachers. A more revealing and important finding of the Tobias et al. study 
was that all teachers referred students different from their race more often than students 
of their race. 
However, in a 1983 study conducted by Tobias, Zibrin and Menell regarding 
special education referrals, it was determined that ethnicity was not a factor. This study 
also found little evidence of minority students disproportionately referred to special 
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education. A 1987 study by Chinn and Hughes contradicted the Tobias et al. study of 
1983 with numerical data which pointed to minority students disproportionately placed in 
Special Education over two decades (1970s and 1980s). 
In the Tobias et al. study of 1982, the Roberts et al. study of 1985 and Waldron in 
1996 concluded that minorities from diverse linguistic and cultural backgrounds were less 
favorably rated than White counterparts. The unfavorable ratings were possibly the result 
of racial and/or culturally pluralistic differences. 
Teachers’ Perception and Tolerance of Inappropriate Behaviors 
A student's excessive talking in one teacher's class may be viewed as a learning 
style by that particular teacher. That same student talking excessively in another teacher's 
class may be deemed a disruption. This difference in tolerance among teachers is at least 
confusing and frustrating to students who may "misbehave" in one class and the same 
behavior is accepted or tolerated in another class. 
Algozzine and Curran concluded in 1988 from research that teachers’ tolerance 
for certain behaviors influence their judgment towards acceptance of a particular child. If 
this conclusion is accurate, then some children may inaccurately be referred to special 
education because of a teacher's low level of tolerance. On the converse, a student may 
need special education services and not receive them if the teacher has a high level of 
tolerance of negative behaviors. 
The question of which behaviors teachers found less tolerable was examined by 
Coleman and Gilliam in 1983. Aggressive behavior was least tolerable and peer 
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avoidance by students was most tolerable. The study did not specify whether it was 
verbal or physical aggressive behavior. A distinct definition of "verbal aggression" was 
difficult to specify among teachers. Some teachers may view verbal aggression as 
disrespectful and others may view this same behavior as "the way kids are today." The 
end result is some students will be referred for special education services and others will 
not, depending upon the attitude of the teacher towards "verbal aggression." 
Physical aggression was more universally agreed upon and the student who posed 
a threat of bodily harm to peers and teachers was usually swiftly identified and referred to 
special education. Hutton concluded in 1985 that boys were referred more often than 
girls due to poorer peer relationships and greater incidents of physical aggression than 
girls. 
Teacher’s Gender 
The gender of the teacher, according a study by McIntyre in 1990, was significant 
in special education referrals. This study concluded that with regard to teacher’s 
standards, when teacher standards and student aggressive behavior exceeds a certain 
level, referrals are not made because the referral will not produce the desired result. In 
regard to gender, male teachers, due to greater physical strength or more experience with 
aggression, expect to successfully manage the situation and may decide not to refer a 
student for special education services. 
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Effectiveness of a Teacher's Intervention Strategies of Inappropriate Behaviors 
The intervention strategies used by teachers in behavior modification or 
punishment play a significant role in eventual referrals to special education. Simply, if the 
teacher's strategies are effective in preventing or correcting negative behaviors, then 
referrals to special education for behavioral problems would drastically decrease. A 
conclusion by Hogan in 1985 was that the best strategy was one in place that was used to 
prevent negative behaviors and not as punishment. 
Short and Short suggested after a 1988 study, the most important factor in 
preventing negative behaviors was the teacher's leadership in the classroom. This study 
determined that teachers who were supportive of students, set and maintained clear 
guidelines, were innovative in classroom teaching and directed the learning, often had 
fewer off-task behaviors to correct. 
However, even the most well-prepared and exciting teachers will at times have to 
correct negative behaviors. When such situations arise, teachers should have in place 
strategies to immediately address such problems. Corrective strategies used by teachers 
and students acceptance of the strategies are extremely important in lowering incidents of 
misbehavior and effective classroom management. 
When students felt that teachers were fair and firm in correcting misbehavior and 
utilized a humanistic approach to classroom management, students were generally more 
accepting of the corrective actions and inappropriate behaviors decreased according to 
research conducted by Hall and Wahrman in 1988. In the researcher’s view, teachers 
11 
who employ such strategies would have fewer referrals to special education for 
behavioral problems. 
School Climate 
Gaddy concluded in a 1988 study that school climate was an integral component 
of reducing student negative behaviors. Schools that were effective in discipline and 
academics had fewer behavioral problems. Effective schools provided students with a 
clear and distinct cognizance of their expectations, and provided administrators and 
teachers with their roles in the attainment of expectations. Students engaged in active 
learning guided by concerned, dedicated teachers and administrators were less likely to 
engage in behaviors deemed inappropriate. 
Guidance counselors, psychologists, parents and school nurses are also vital to the 
functioning of effective schools. Each of these groups, along with administrators and 
teachers, should collaborate in planning and implementing a system that utilizes the 
components of an effective school. 
Assessment 
A factor in the placement process in special education is the assessment process. 
Intelligence testing is a component of the assessment process and is extremely 
controversial. The question of what constitutes intelligence creates opposing definitions. 
Merriam-Webster's New Collegiate Dictionary of 1996 defines intelligence as "the ability 
to learn and understand, or to deal with new or trying situations; mental acuteness." The 
"ability to learn and know, or quickness of understanding" is Thorndike and Barnhart's 
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1983 definition of intelligence. Saliva and Ysseldyke in 1991 regarded intelligence as an 
inferred entity, a construct used to explain differences in present behavior while 
predicting differences in future behaviors. Those attempting to assess intelligence must 
devise and select instruments with such definitions in mind. 
Perhaps even more controversial than intelligence testing is the comparison of the 
tests racially. Numerous researchers, psychologists, and educators have conducted study 
after study comparing intelligence testing results of American Whites to American Blacks 
(Freedle and Kostin 1990; Naglieri 1986), Anglo-Americans to American Hispanics 
(Whitworth and Chrissman 1987; Valencia and Rankin 1997). The common conclusion 
of the studies was American Whites are intellectually superior to both other groups. In 
fact, eight studies which compared testing results racially, concluded that American 
Whites were more intelligent than American Blacks. When such a conclusion is drawn, 
that one identified group is more or less intelligent than another identified group, the 
identified group of less intelligence would seemingly be selected more often for special 
help, or in the educational process in this country, placed in special education. 
One factor that must be addressed and confirmed before validating scores from 
any test is test reliability. Test reliability, according to Saliva and Ysseldyke study in 
1991, consists of inter-scorer reliability, test-retest reliability and internal-consistency 
reliability. A study conducted by Matazow, Kamphaus, Stanton and Reynolds in 1991 in 
which the reliability of the K-ABC for use with Black and White students, determined 
that this particular test was a reliable instrument for both groups. The numerical results of 
the study indicated that White students were superior in intelligence than Black students. 
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However in another study in which examiner errors on the K-ABC were investigated by 
Hunnicutt, Slate, Gamble and Wheller in 1990, it was determined that examiners made 
mistakes that distorted the internal consistency thus making questionable any K-ABC 
testing results. 
Gordon, Thomason, and Cooper conducted research in 1990 on testee attention 
and determined attention played a major role in test results. Attention, by its very nature, 
has a direct influence on reliability in that if the testee does not put forth maximum effort, 
a true measured score will not be obtained. The Gordon et al. study of 1990 disputed the 
study of Matazow et al. 1991. Perhaps intelligence testing is not reliable for any group 
and any credence to Anglo intellectual superiority based on intelligence testing should 
cease. 
Test validity has components such as; content, construct, criterion-related, 
concurrent criterion-related and predictive criterion-related validity. In a study to 
determine construct validity of tests with at-risk preschoolers in which American Black 
scores were compared to American White scores, the conclusion was that distinct 
constructs could not be verified from the simultaneous processing testing results 
according to Gridley, Miller, Blake, Fischer and Smith in 1990. 
Krohn and Lamp studied concurrent validity on two different intelligence tests for 
Head Start children in 1989. Comparing scores of American Black and American White 
preschoolers from low-income families, in which White scores were higher than Black 
scores, the study concluded that concurrent validity of both tests was good. This study, as 
well as others of this type, reported numerical data, but did not offer any explanation as to 
14 
why Black subjects scored lower nor did it offer suggestions to improve such scores. 
Gunnison in 1984 suggested rather than merely using intelligence testing as an 
intelligence measure, it could perhaps be better utilized as an educational intervention 
device. 
Jensen completed research in 1984 on the Black-White difference on the K-ABC. 
Jensen's results indicated that the K-ABC may be less culturally biased than other 
standard measures of intelligence. If, as Jensen reported, the K-ABC is less culturally 
biased than other intelligence measuring instruments, then the K-ABC and the other 
instruments are culturally biased. The same research of Jensen's recorded a smaller 
average difference between the two groups which Jensen explained was a result of lower 
"9" loadings on the mental processing scale. 
A study that compared the "g" factor across ethnic groups conducted by Taylor 
and Ziegler in 1987, using the WISC-R, determined that the "g" factor is similar for 
children of different ethnic groups. This same study reported that Whites scored higher 
and suggested that it was not a function of greater White intelligence, but needed further 
investigation. 
Jensen was involved in another study, disputed by Kamin and Grant-Henry in 
1987, which attempted to prove that reaction time (RT) is a matter of superior intellect 
and Whites possess faster RTs than Blacks and thus are intellectually superior. Kaniin 
and Grant-Henry posed this question/statement to those who found validity in Jensen's 
conclusion. If RT is a matter of superior intelligence and Whites possess faster RTs than 
15 
Blacks and excellence in athletics can be directly attributed to RT, then why do Blacks 
seemingly perform better than whites in athletic arenas? 
Naglieri conducted a study in 1986 which examined the reduction in mean 
intelligence scores of Black and White children on the K-ABC. Black children scores 
were closer to White children's on the K-A13C. Naglieri appeared to be more comfortable 
with the mean difference reflected by the W1SC-R which supported the theory of greater 
White intellectual ability. Naglieri, in this same research, stated that the reason for the 
reduced difference between the scores of the K-ABC and the WISC-R was due to White 
children's K-ABC Mental Processing Composite mean testing lower than their WISC-R 
FSIQ. Other reasons were cited, but there were not any suggestions given by Naglieri as 
to how the differences may be overcome. 
In 1994, Hemstein and Murray concluded that Blacks were intellectually inferior 
to Whites. The conclusion was based on lower IQ scores for Blacks than Whites. The 
research stated that while individual Blacks can be of the highest intelligence and 
character, the norm is that Blacks are intellectually inferior to Whites. Several factors, 
according to the study, such as environment, prenatal nutrition and White racism 
contribute to these differences. Hemstein and Murray were disputed by Carl Jorgensen in 
a 1996 article that cited several flaws in the research. 
The literature abounds with studies that repeatedly conclude that Whites are more 
intelligent than Blacks. The numerical results of intelligence testing usually reflect higher 
scores for Whites. Numerous psychologists and educators accepted these results as valid 
without further investigation into the assessment process. They must scrutinize aspects 
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such as who are the assessors, the children involved in the assessment and the tests' 
validity as measures of intelligence. They must in addition agree to what intelligence 
truly is and to the necessity of intelligence testing. 
Sharma cited research in 1986 of Oakland which called for psychological 
assessment to be accurate, fair and valid, since education, employment opportunities, 
social status, and pride hinged on results of these tests. In the 1986 study, Sharma pointed 
to three problems inherent in standardized testing: (1) the assessor, who may err in test 
administration or scoring, (Hunnicutt et al.), (2) the testing procedure and (3) test bias as 
Masters reported in 1988. 
An approach designed to minimize the unfairness of intelligence testing is called 
SOMPA (System of Multicultural Pluralistic Assessment), developed by Mercer and 
cited in the Sharma study of 1986. SOMPA attempts to give more accurate measures of 
the learning potential of American-Black and American-Hispanic children by including 
sociocultural variables into account. (See Appendix A) 
In reviewing "intelligence tests" results, there were indications of built in racial, 
gender and cultural flaws. These flaws unsubstantiated validity claims and rendered the 
"intelligence tests" suspect. The overall conclusion was that children tested with these 
instruments may have been wrongly determined to be of high or low intelligence. 
The problem in developing an intelligence test is that the developers of such tests 
have taken it upon themselves to determine intelligence. This implies that the developer 
is "intelligent' enough to determine the "intelligence level" of others. 
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Statement of the Research Questions and Hypotheses 
The purpose of this study was to determine if race and/or gender were factors, 
either separately or combined, in the referral and eventual placement of students into 
special education. It was the general goal of this study to address the following research 
questions: 
1. Were American Blacks disproportionately placed in certain special 
education exceptionalities? 
2. Were males, in general, disproportionately placed in certain special 
education exceptionalities? 
3. Were American Black males disproportionately placed in certain 
special education exceptionalities? 
Specific hypotheses to be tested are: 
Ho, : American Blacks were not disproportionately placed in certain 
special education exceptionalities in the State of Georgia during 
the years 1977-1993. 
HO2: Males, in general, were not disproportionately placed in certain 
special education exceptionalities in the State of Georgia during 
the years 1977-1993. 
HO3: American-Black males were not disproportionately placed in 
certain special education exceptionalities in the State of Georgia 
during the years 1977-1993 . 
Limitations of the Study 
There were several limitations presented in this study. Therefore, the results must 
be interpreted with caution for the following reasons: 
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1. This study was conducted within specifically selected school systems 
in the state of Georgia. 
2. There was no opportunity for face-to-face discussion. 
Overview of the Study 
Chapter 1 contains the introduction and the statement of the problem. Chapter 2 
presents a review of relevant research literature, research questions and hypothesis 
statements, and limitations of this study. Chapter 3 presents the pilot study from which 
this study was based. Chapter 4 explains the design and methodology. Chapter 5 reports 




This chapter describes the pilot study. The first section of the pilot study includes 
a brief summary of the study. In the second section, the subjects, procedure, results and 
conclusions are discussed. 
The purpose of this pilot study was to determine if race and gender, either 
separately or combined, were factors in the referral and placement of students into the 
special education exceptionalities of E/BD, MID and SLD in the State of Georgia during 
the years 1977-1993. 
Results of data collected from the Georgia's Department of Education (Statistical 
Service) indicated that race and gender were possible factors in special education referral 
and placement. The year provided and studied was the 1992-93 school year. According to 
the statistical report, males comprised fifty-one percent of the total enrollment of 
Georgia's public schools. However, males comprised seventy percent of the special 
education enrollment. Black students comprised thirty-seven percent of Georgia's public 
schools and thirty-nine percent of Georgia's special education enrollment. (See Table 2) 
These results suggested more thorough research and another call was placed to 
obtain additional data. Mr. Keith Eikert, a statistician with the Georgia Department of 
Education, suggested that the researcher contact the United States Department of 
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Education, Office for Civil Rights in Washington, DC. Mr. Eikert explained that each 
state is required under Title VI of the Civil Rights Act of 1964, Title IX of the Education 
Amendments of 1972 and Section 504 of the Rehabilitation Act of 1973, to report data 
that would greatly benefit the purposes of this study. 
Method 
Procedure 
The data from the school year 1992-93 was analyzed. The data included the total 
population numerically and the percentages of all ethnic groups enrolled in Georgia 
public schools. Table 1 presents that information. The data also provided the number of 
students, male, female, Black and White enrolled in regular and special education (Table 
2). Table 3 reflects the racial and gender population of each of the exceptionalities of 
special education. The racial breakdown of the students for each of the systems selected 
for this study is shown in Table 4. 
Summary 
The data analyzed indicated that for the school year 1992-93, there were more 
males enrolled in Georgia public schools by a two-percent margin (51% male, 49% 
female). However, in the special education programs, males comprised seventy-percent of 
the population. Racially, the data indicated that Blacks comprised thirty-seven percent of 
the total school population, but thirty-nine percent of the special education population. In 
the specific E/BD exceptionality, males comprised eighty percent of the population while 
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Blacks comprised forty-two percent. Males' average placement in the four categories of 
ID is fifty-seven percent and Blacks averaged fifty-three percent in that same category. 
The exceptionality of SLD had seventy-five percent male enrollment and twenty-eight 
percent Black enrollment. (See Table 2) 
In comparison, OH enrollment was fifty-eight percent male and twenty-seven 
percent Black. HI was fifty-four percent male and thirty-seven percent Black and VI was 
fifty-seven percent male and thirty-two percent Black. Blacks and males were more 
prominently placed in the exceptionalities of E/BD, MID and SLD in comparison to their 
population percentage except Blacks in SLD. 
It was determined from this pilot study and the review of literature that further 
investigation was warranted to determine if race and/or gender were factors in special 
education referral and placement. 
During the examination and analysis of the statistics, another interesting trend 
manifested itself as indicated in the tables. It appeared that Asians, females and Whites 
were disproportionately overrepresented in the gifted/talented program. The researcher 
decided to further investigate this question but limit the study to the female and White 
groups. Perhaps the question of Asian placement in gifted/talented programs will be 
researched in the near future. 
CHAPTER 4 
METHODOLOGY 
This chapter describes the methodology of the study. The hypothesis and research 
questions, subjects, procedure, and instrument will be detailed. 
A review of the literature revealed an abundance of research regarding the success 
and/or failure of the American-Black male in America's public schools. The success and 
failure (reasons for both) are practically in all educational journals. However, it is 
important to note that the majority of the research investigated the failure of the American 
Black in America's public schools. Research has discovered very few studies of the 
American White male, except in comparison to the failure of the American-Black male to 
the success of the American White male. 
The investigator hypothesized that race and gender were factors in the placement 
of males and specifically American-Black males in Special Education. In exploring the 
general hypotheses, the following more specific research questions were investigated: 
Were American Blacks disproportionately placed in certain Special Education 
exceptionalities in the State of Georgia during the years 1977-1993? 
Were males disproportionately placed in certain Special Education 
exceptionalities in the State of Georgia during the years 1977-1993? 
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Were American White students disproportionately placed in gifted/talented 
programs in the State of Georgia during the years 1977-1993? 
Were females disproportionately referred placed in gifted/talented programs in the 
State of Georgia during the years 1977-1993? 
Method 
Participants 
A total of eight Georgia school systems were selected for this study. Six systems 
from the greater metropolitan area (Atlanta, Clayton, Cobb, Dekalb, Fulton and 
Gwinnett), and two systems (Dougherty and Glynn) from different areas of the state. 
These systems selected were at random. However, the greater metropolitan Atlanta area 
was chosen because of their high population density. There were other systems 
(Cherokee, Decatur, Douglas, Fayette, Marietta and Henry) that could have been utilized 
for this study from the greater Atlanta metropolitan area. 
Procedure 
"The researcher, in informal conversation with other Special Education teachers, 
determined that the majority of students receiving Special Education services were 
( 1 ) male and (2) American Black. The researcher shared his proposed study with 
Dr. Sonya Lindsey, special education professor at Clark Atlanta University in 
Atlanta,Georgia. The professor agreed that the proposed topic was one that merited 
further investigation. She offered suggestions on how to commence research for the 
study. 
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Discussions were held between the professor and the researcher to determine the 
best possible method of obtaining the needed data to complete the study. One suggestion 
was to survey teachers regarding their attitudes towards (1) ethnic groups other than their 
own, (2) male versus female achievement in the classroom and (3) the effectiveness of 
Special Education programs. However, the possibility of whether the questions regarding 
race and gender would be honestly answered arose. It was decided that due to the 
sensitive nature of the proposed questionnaire, a survey was not feasible. 
The researcher then suggested that perhaps statistical data would be more accurate 
and compelling than answers to uncomfortable questions. The professor agreed and 
questioned the researcher as to how such data would be obtained. The researcher 
informed the professor of his conversation with Mr. Keith Eikert concerning the 
information requirements of the United States Department of Education, Office for Civil 
Rights. The professor expressed her belief that this was the best solution. 
The researcher then placed a telephone call to the United States Department of 
Education, Office for Civil Rights requesting special education populations by race and 
gender for the Georgia systems of Atlanta, Clayton, Cobb, Dekalb, Dougherty, Fulton, 
Glynn and Gwinnett. Ms. Sharon Tuchman spoke with the researcher and promised to 
gather and send the requested information as soon as possible. 
CHAPTER 5 
RESULTS OF THE STUDY 
This chapter presents the results of the study. The data are presented in both 
narrative and tabular form. 
This study was designed to examine the gender and racial composition of gifted 
and special education programs in Georgia. The information used to guide this study was 
obtained from eight (8) school systems throughout the state and covered various school 
years between 1977-90. The gender and racial composition of the gifted and special 
education programs were obtained for each of the Georgia school systems for the school 
years 1977-78, 1979-80, 1981-82, 1983-84, 1987-88, and 1989-90. These were the years 
for which pertinent survey results were available from the United States Department of 
Education. 
The tabulation of the data pertaining to the gender and racial composition of 
special education programs appears in Table I for the school year 1992-93. Given in this 
table are the corresponding percentages of the total number of student participation in the 




GENDER AND ETHNIC DATA OF SPECIFIC DISABILITIES IN 
GEORGIA’S SPECIAL EDUCATION PROGRAM 
Disability % Male % Female % Black % White % Other 
MilD 60 40 64 35 1 
MolD 57 43 54 45 1 
SID 58 42 49 49 2 
PID 53 47 44 53 3 
EBD 80 20 42 57 1 
SLD 75 25 28 71 1 
OH 58 42 27 70 3 
HI 54 46 37 60 3 
D 53 47 33 63 4 
OHI 65 35 20 78 2 
VI 57 43 32 66 2 
B 59 41 32 64 4 
D/B 58 42 50 50 0 
SI 66 34 33 66 1 
AU 85 15 60 38 2 
TBI 78 22 39 61 0 
Total Special Education 70 30 39 60 1 
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Table 2 gives information for participants in the gifted program for the same 
school systems and for the years 1997-90. 
TABLE 2 
COMPARISON BETWEEN RACIAL COMPOSITION OF 
GIFTED PROGRAM AND TOTAL ENROLLMENT 
Gifted Program Total Enrollment 




























































One of the primary questions to be investigated in this study pertained to how 
proportionate the races and genders were represented in special education and gifted 
program participation. Thus, the percentages of special education and gifted program 
participants by race and gender should closely, in a statistical sense, reflect the racial and 
gender composition of the entity (school, system, state, etc.). Otherwise, at least one 
gender and/or race would be disproportionately represented. 
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The Chi Square test of significance was used to statistically compare the gender 
and racial composition found in special education and gifted programs with the 
composition occurring in the overall student population. One of the primary uses of the 
Chi-Square technique is to determine if membership in some group is independent of 
some other variable. In the context of this study, membership pertains to participation in 
special education and gifted programs, whereas the variable under consideration are race 
and gender. The hypotheses will be tested to the .05 level of significance. 
Ho,: Placement into special education programs is independent of 
gender. 
Table 3 gives the composition, by gender, of the participants in special education 
programs as well as the total enrollment overall of the school systems involved in this 
study. The information is given for each of the years 1977-78, 1979-80, 1981-82, 1983- 
84, 1987-88, and 1989-90. The gender breakdown of the total population serves as a 
basis of comparison for the participation in special education programs. Thus, a gender 
composition for special education programs which is different from that of the overall 
population indicates that a disproportionate representation of one of the genders is being 
served by the special education programs. The Chi-Square statistical procedure was 
applied to perform this comparison. 
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TABLE 3 
COMPARISON BETWEEN GENDER COMPOSITION OF 
SPECIAL EDUCATION PROGRAM AND TOTAL ENROLLMENT 
Special Education Total Enrollment 












































































A visual comparison of the gender composition (percentages) of special education 
participants and overall student population clearly indicates that a disproportionate 
percentage of special education participants are male. Whereas for the total enrollment, 
the percentage representing male participation varies slightly from a low of 50.7 percent 
in 1977-78, to a high of 51.5 percent for 1987-88, the corresponding percentages for 
special education participation vary from 70.6 to 72.6. In the total enrollment, the 
number of males and females is very close; there are approximately two and a half times 
as many males as females. This is true for each of the years under consideration. 
30 
This comparison is verified by the individual Chi-Square values which are all 
significant far beyond the specified .05 level and are further significant to the .01 level. 
Thus, Hypothesis 1 is rejected; placement into special education programs is not 
independent of gender. A disproportionate number of males are represented in special 
education programs. This is true for each of the years 1977-78, 1979-80, 1981-82, 1983- 
84, 1987-88 and 1989-90. 
HO2: Placement into special education programs is independent of 
race. 
Table 4 gives the statistics pertaining to the comparison between the racial 
composition of special education programs with that of the total enrollment of schools 
involved in this study. This information appears for each of the years under 
consideration. The Chi-Square procedure provides a statistical measure of determining if 
the racial composition of the special education programs is independent of race. That is, 
is the racial composition of special education programs statistically proportionate to that 
of the general population? 
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TABLE 4 
COMPARISON BETWEEN RACIAL COMPOSITION OF 
SPECIAL EDUCATION PROGRAM AND TOTAL ENROLLMENT 
Special Education Total Enrollment 

























































142,443 195,635 338,078 0.53 
(42.1%) (57.9%) 1,943,646 5.95 
The Chi-Square values for each of the years are given in the rightmost column of 
Table 4. The critical value of the Chi-Square distribution for one (1) degree of freedom is 
3.84. Thus, the Chi-Square values are statistically significant for 1977-78 and 1987-88. 
The value of 28.51 for the 1977-78 school year is statistically significant to the .01 level. 
Thus, the races are not proportionately represented in special education programs during 
1977-78. An examination of the participation percentages by race in Table 4 indicates 
that, in 1977-78, Blacks were represented in a higher proportion than Whites. 
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For the 1987-88 school year, the Chi-Square value of 5.24 was significant to the 
.05 level. However, for this year, a representation of Whites was higher. Thus, 
Hypothesis 2 is rejected for the years 1977-78 and 1987-88, but accepted for the 
remaining years. The Chi-Square test was significant to the .01 level for 1977-78 and to 
the .05 level for 1987-88. Placement into special education programs is not independent 
of race for each of these years. 
HO3: Placement into the gifted program is independent of gender. 
Table 5 summarizes the gender composition of the gifted programs for each of the 
years 1977-90. The gender composition of all students is also provided to serve as a basis 
of comparison. Similar to the treatment of the previous hypothesis, a Chi-Square 
procedure was performed. For each of the years subsequent to 1977-78, the Chi-Square 
values were significant to at least the .05 level. The Chi-Square value of 23.37 for the 
1987-88 school year was further significant to the .01 level. For each of the years for 
which there was statistical significance, female representation in the gifted program was 
proportionately higher for males. 
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TABLE 5 
COMPARISON BETWEEN GENDER COMPOSITION OF 
GIFTED PROGRAM AND TOTAL ENROLLMENT 
Gifted Program Total Enrollment 

























































172,758 165,320 338,078 5.24 
(51.1%) (48.9%) 1,943,646 7.47 
Thus, Hypothesis 3 is rejected to at least the .05 for the years 1979-80, 1981-82, 
1983-84, 1987-88 and 1989-90. For each of these years, placement into the gifted 
programs is not independent of gender. Females are represented in a statistically higher 
proportion than males. The hypothesis was accepted for 1977-78. Placement into the 
gifted program is independent of gender for that year. 
HO4: Placement into the gifted program is independent of race 
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Table 5 presents the racial composition of the gifted program as well as 
comparison data for the total enrollment. This information is given for each of the years 
under consideration. The resulting Chi-Square values, each is a magnitude of 1,000 or 
more, was significant beyond the .0 I level. The representation of Whites in gifted 
programs is a much higher proportion than for Blacks. Thus, Hypothesis 4 is rejected. 
Placement into the gifted program is not independent of race. 
CHAPTER 6 
DISCUSSION, CONCLUSION AND RECOMMENDATIONS 
This chapter consists of three sections. The first includes a brief discussion of the 
study. In the second section, the conclusion of the study is presented. The third section 
presents recommendations from the results of the study. 
Discussion 
The original intention of special education was to place handicapped students in 
the "least restrictive environment" that such students could successfully become 
educated. However, since the implementation of special education, a disturbing pattern 
has emerged. A thorough review of the literature revealed that perhaps minority groups 
(specifically black males) were disproportionately placed in special education. The 
general goal of the present study was to address the following research questions: 
Are American-Blacks referred and placed in special education, specifically the 
exceptionalities of E/BD, SLD and MID, and are males referred and placed in 
these exceptionalities more than females? 
Chapter 1 presented the introduction and statement of the problem. Chapter 2 
presented the review of research literature, research questions and hypotheses, limitations 
of the study, and an overview of the study. Chapter 3 described the pilot study. The first 
portion of the pilot study included a brief summary of the study. The second section 
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included the subjects, procedure, results and conclusions. Chapter 4 described the 
methodology. The hypotheses and research questions, subjects, procedure and 
development of the instrument were detailed. Chapter 5 addressed the findings related to 
the study's major hypotheses and related research questions. Results were presented in 
both table and narrative forms. The first section of Chapter 5 presented information 
relating to the various systems demographics. The second section presented and focused 
on information relating to the hypotheses. Chapter 6 presented a discussion, conclusion 
and recommendation based on the results of the study. 
Conclusions 
This section presents the conclusions drawn from the research questions and the 
test of the hypotheses posed for this study. 
Research Question 1 : 
Are American Blacks disproportionately overrepresented in the Special Education 
exceptionalities of E/BD, MID, SLD? 
Results indicated American-Blacks are disproportionately overrepresented in 
Special Education (E/BD, MID, SLD). (See Table 9) 
Research Question 2: 
Are males disproportionately overrepresented in Special Education 
exceptionalities of 
E/BD, MID, and SLD? 
Results indicated males are disproportionately overrepresented in the Special 
Education exceptionalities of E/BD, MID, and SLD. 
37 
Research Question 3: 
Are American Whites disproportionately overrepresented in gifted/talented 
programs? 
Results indicated American-Whites are disproportionately overrepresented in 
gifted/ talented programs. 
Research Question 4: 
Are females disproportionately overrepresented in gifted/talented programs? 
Results indicated females are disproportionately overrepresented in gifted/talented 
programs. 
In summary, American-Blacks and males are disproportionately overrepresented 
in the Special Education exceptionalities of E/BD, MID, and SLD. American-Whites and 
females are disproportionately overrepresented in gifted/talented programs. 
Recommendations 
This section presents recommendations drawn from the results of the study. 
Further research is needed before conclusions can be drawn. This study should serve as a 
pilot study before any final conclusions can be drawn. Therefore, a larger detailed 
research project is needed to acquire a better understanding of the following questions: 
(1) Why are American Blacks disproportionately overrepresented in the Special 
Education exceptionalities of E/BD, MID, and SLD; (2) Why are males 
disproportionately overrepresented in the Special Education exceptionalities of E/BD, 
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MID, and SLD; (3) Why are American Whites disproportionately overrepresented in 
gifted and talented programs; and (4) Examine further the significance of female versus 
male overrepresentation in gifted and talented programs. 
Previous research have reported American-Blacks are possibly disproportionately 
overrepresented in Special Education (Harris, III & Ford, 1991). Therefore, further 
research should investigate the placement of American-Blacks into Special Education, 
programs. 
Previous research have stated males are disproportionately overrepresented in 
Special Education programs (Obiakor, 1992 & Eksteom, et al, 1986). Therefore, further 
research should investigate the placement of males into Special Education. 
Previous research have stated American-Whites are disproportionately 
overrepresented in gifted and talented programs (Harris and Ford, 1991 and Wilson, 
1988). Therefore, further research should investigate the placement process into gifted 
and talented programs. 
The results of this present study must be cautiously interpreted for the following 
reason. Only a select number of systems were utilized for the study. A larger number of 
systems may have presented different findings. 
Implications for Practice 
Based on the findings generated in this study, there are implications for practice. 
Since results of this study indicate American-Blacks are disproportionately 
overrepresented in the Special Education exceptionalities of E/BD, MID and SLD, and 
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the assessment process plays a significant role in the referral and eventual placement into 
these programs, perhaps a different approach to the assessment of minority students is 
warranted. (See Appendix B). It is imperative that assessment, for all students, be used as 
a diagnostic tool to detect academic deficiencies rather than as an intelligence detector. 
A second suggestion is to employ workshops, i.e. staff development courses that 
seriously educate teachers about the different learning styles of various cultures. 
Third, the manner in which males are taught socialization skills needs reviewing. 
The results indicate that males are disproportionately overrepresented in E/BD, 
socialization skills taught to males should include learning to reason, having tolerance 
and patience with others and being sensitive, demonstrating compassion and having a 
quality of showing love for children, women and other males (Wilson 1991). 
Finally, teachers/educators must be aware of the unique qualities of students from 
different ethnic and cultural groups. Each group may exhibit social behavior and/or 
learning styles that is specific to that particular ethnic/racial group, but is unfamiliar to 
teachers from another ethnic background. Therefore, it is imperative that all educators 
become culturally sensitive and educated from a multiculturally diverse perspective, 
needs of students from diverse backgrounds will be truly served only by such educators. 
In conclusion, the trend of American-Blacks, specifically Black males, and males 
being disproportionately overrepresented in certain categories of special education must 
cease. Educators and parents must collaborate to insure that all students regardless of 
gender, race, nationality or ethnic background have an equal opportunity to achieve at 
their highest level of ability. 
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The researcher hopes that this study has illuminated an important subject in 
education. It is also the hope of the researcher that this study will stimulate further 




Systems of Multicultural Pluralistic Assessment 
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SOMPA 
System of Multicultural Pluralistic Assessment 
1. There are as many normal curves for behaviors as there are distinct lifestyles. 
2. Persons from different cultural backgrounds are from statistically different 
populations and their behaviors cannot be compared with each other on the basis of 
norms based on one group only. 
3. Multiple measures of validity should be used in terms of different criterion measures. 
4. A multicultural perspective would require clear differentiation between prognosis 
and diagnosis, a distinction that is frequently overlooked in current monocultural 
evaluations. The standard norms would be used for prognosis to the Anglo-American 
mainstream, whereas appropriate norms would be used for diagnosis, for example, to 
determine why a particular score is low (Mercer 1979; Sharma 1986). 
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APPENDIX B 
Guidelines for the Assessment of Ethnic Minority Groups 
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Guidelines for the Assessment of Ethnic Minority Groups 
1. Testing should focus on discovering ways to help children attain their potential and 
deemphasize its role of screening, classifying, and labeling. 
2. Multipurpose and multilevel test batteries, instead of a single score or a small 
number of scores, can provide a more accurate picture of the range of intellectual 
abilities of the child. Criterion-referenced testing should supplement the normative 
testing in order to evaluate the extent to which the child has met the education 
objectives. 
3. Standardized tests should be supplemented with information obtained through 
observing, interviewing, narrative self-reports, autobiographies, actual work 
samples, and anecdotal information. For educational classification and placement, 
along with the test scores, there should be a careful consideration of a child's 
adaptive behavior, classroom performance, medical and fan-lily history, and 
cultural patterns. 
4. Culture-specific tests may assist in the assessment process but have not been found 
very helpful in furthering the understanding of the abilities and psychological 
processes by which ethnic minority children learn. 
5. The learning difficulties experienced by ethnic minority children should be viewed 
by teachers as a result of the cultural differences rather than as indices of inherent 
and incorrigible intellectual deficit. For example, limited command of the English 
language should not be viewed as evidence of deficient cognitive functioning and as 
a justification for placement in special classes for the mentally retarded. 
6. Efforts should be made to increase minority children's motivation and interest in 
testing by helping them feel comfortable and at ease. An examiner who has 
knowledge and understanding of ethnic minority children's culture and community 
would be best able to alleviate their fear of testing and encourage them to take it 
seriously. 
7. An assessor working with ethnic minority children should (a) examine personal 
feelings about the ethnic group, (b) understand the ethnic group's viewpoints, and 
(c) accept the goal of equal opportunity for all children and help them achieve their 
potential. 
8. For a bilingual child, it is preferable to administer intelligence test in both languages 
on the assumption that the ability repertoire in the separate languages would seldom 
overlap completely. 
9. Scholastic aptitude should be developed through educational strategies such as 
(a) instruction in the formation of concepts, (b) coaching in the acquisition of 
problem- solving skills, (c) training in study habit, and (d) development of 
motivation for academic achievements. 
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